MA Short Course in Advancing Pedagogy

A Clearer View of the Classroom

“It is not enough that teachers’ work should be studied: they need to study it themselves.”
Lawrence Stenhouse (1975, p.143)

Abstract

The use of video to support professional learning in education is increasing. Any acquisition of
equipment should be considered carefully against the cost and the potential of the technology
to support professional learning. This research builds upon a pilot study which suggests that
video can contribute to the professional education of teachers when it is undertaken in a
democratic, respectful and supportive way. It enables teachers to articulate and explore ideas to
improve professional learning and educational practice within safe spaces which encourage new
ways of co-operation.

Dunne (1993) draws our attention to the complex nature of practice and how it is acquired and
developed cumulatively and co-operatively over time by its insiders. Fielding et al. (2005) argue
that factors influencing the transfer of good practice are time-consuming and involve mutual
engagement of insiders in a joint endeavour. Biesta (2015) foregrounds how practice requires
collective development and consideration. This research explores the strengths and limitations
of technology in supporting professional learning. This small-scale study, comprising of case
studies from multiple adult learning sites, aims to identify guiding principles capable of
supporting the development of good educational practice using video. The intention is to
determine the extent to which video positively impacts on teachers’ professional learning.

1.Introduction

A pilot study carried out in early 2019 suggests that video can contribute to the professional
education of teachers when it is undertaken in a democratic, respectful and supportive way. It
enables teachers to articulate and explore ideas to improve professional learning and educational
practice within safe spaces which encourage new ways of co-operation. This small-scale study
with practitioners within post-19 provision suggests that although the recording provides an
authentic artefact which enables teachers to engage with reflection, watching oneself in action
may not be sufficient enough to develop the critical reflection skills needed for professional
learning. Encouraging non-hierarchical informal contact amongst peers may enable teaching staff
to safely view content and create genuine dialogue on practice. However, without the underlying
self-awareness, noticing skills and knowledge of pedagogy, the conversations may not pay
attention to key points. In this case, being able to draw out teacher perceptions, what is noticed,
and connecting what is noticed by the teacher to evidence from peer-reviewed research and
pedagogical knowledge are important aspects of the collegial dialogue.



Hierarchical presence may restrict teacher learning as observers may become conflicted about
their own agency and offer their points of view on the teacher’s practice. Depending on relational
trust and openness, strong collegial relationships may provide support and comfort to teachers
whose view of their practice is highly critical.

The learner videos help teachers to reflect on their own practice. Data from this study suggest
teachers are able to distance themselves from the teacher in the video and refer to themselves
as outsiders. As teachers are able to distance themselves from their own practice and view video
content critically as an outsider, video’s appeal for professional learning is enhanced.

2.Literature Review

Video technology encompasses any technology that is used to capture a visual and audio artefact
of classroom practice.

Affordances of video

Class recordings benefit from certain affordances: recordings act as a concrete authentic artefact
that captures real-time activity. This enables teachers to trust the content produced (Borko et
al., 2008; Marsh and Mitchell, 2014). Brophy (2004) highlights that video has the potential to
identify the critical aspects of practice. However, Marsh et al. (2010) report that video is limited
by the view that it captures and therefore not all activity on display is captured sufficiently to
allow for reflection, interpretation and discussion.

Reflections

Teachers’ initial self-reflections may identify superficial surface details rather than critical aspects
of practice (Star and Strickland, 2008; Berliner, 1994). Video as part of a longer-term professional
development programme may help to develop the reflection skills of teachers (Seidel et al.,
2011). Seidel et al. (2011) argue that teachers selectively consider and decipher complex
classroom activity and use their prior knowledge to identify what is key and significant. This
professional vision, according to Sherin et al. (2007), is located in two categories: noticing and
knowledge-based reasoning.

Noticing

Professional vision is being able to identify and interpret significant features in a classroom.
Watching oneself in action may not be enough to develop the critical self-reflection skills needed
for professional learning, but viewing video content may support the development of ‘noticing’
skills (Berliner, 1994; Seidel et al., 2011; Sherin and Han, 2004; Tripp and Rich, 2012). Only on
‘noticing’ relevant information, can teachers consider how to proceed and this development is
possible through communities of practice where there is co-construction of new ideas through
peer to peer dialogue (Charteris et al., 2013; Marsh et al., 2010). Harford et al. (2008) suggest
that the peer-based nature of the activity is critical to scaffolding the reflections that take place.



However, multiple viewings by individuals may also help to develop noticing skills (Kong et al.,
2009; Rosaen et al., 2010).

Knowledge-based reasoning

Using theoretical knowledge to interpret and understand what is happening in the classroom is
part of professional vision development (Sherin, 2007; Seidel et al., 2011). The ability to carry out
selective observation (van Es and Sherin, 2002) relates to Schon’s (1987) conception of reflection
on action. Schon (1987, p.2) cites that teachers are often “expected to use ... professional
judgement”. This allows teachers to build their skills in relation to pedagogical decision making
and problem solving. However, there is an assumption that teachers are well-informed or have
the experience of being reflective. Schon (1987, p.2) asserts that any framework or tool which
supports professional learning is only as “beneficial as the user is proficient.”

Isolation and collaboration

Teaching can be anisolating activity (van Es, 2012) as teachers are often separated by time, space,
and distance. Professional learning may take place if an environment and culture of professional
learning is present: strong collegial relationships that involve high-quality discussion and
coaching which moves practice and thinking forward (Fielding et al., 2005; Joyce and Showers,
1996; Kraft and Papay, 2014). Holmes et al. (2001, p.1) coined developmental collective
discussion as ‘communal constructivism’. However, Flinders (1988) states that although the
existence of professional isolation may restrict collegial discussion, it may be used by teachers as
a means of protection from outside interference. Teachers may consider collegial interactions a
threat to professional survival, choosing instead to focus on activity that leads directly to task
completion. Similarly, in respect of teacher autonomy, Fullan and Hargreaves (1991) argue that
demanding teachers to collaborate may result in contrived congeniality rather than developing
an honest collaborative learning culture. It appears that teachers may need convincing that
discussions will lead to productive discourse (Biesta, 2015). This raises a question: would
teachers collaborate without organisational direction? Guskey (2000) reports that notable
improvements in education almost never take place in the absence of professional development.

Dunne (1993) reports that knowledge is developed through the experience of living with others.
Similarly, Tripp et al. (2012) report that teachers prefer to engage with others in collaborative
groups to reflect and analyse video content, over reflecting alone. Developing pedagogical
language and learning collaboratively enhance the video community of practice (Marsh et al.,
2014). However, it appears that teacher learning is complex and video alone may not be enough
for teacher practice to develop (Brophy, 2004; Marsh and Mitchell, 2010; Borko, 2008). Miller
and Zhou (2007) concur that without structural input from colleagues, teachers’ learning tends
to be limited by their own background experience. Like learners, teachers can only understand
an experience within the knowledge they have. For learning to take place, having an ethos of
inquiry and a willingness to explore unasked questions may have a positive impact (Bokeno, 2008;
Fletcher, 2012). In relationships where hierarchy is present, those with power may become



conflicted about their own agency as they consider how much power they should exert (Heller,
1999). Marsh et al. (2014) report more research is required to understand the relationship
between personal and collective learning, with video.

Fielding (2015) asserts the importance of willingness to try something out, but Biesta (2015)
reports that teachers are driven by goals and these appear short-term, focusing on process. Video
may provide unwanted challenge to teachers who have to think hard about their learning.
Therefore, some teachers may not see collaborative inquiry which is focused on student
understanding as relevant (Zech et al., 2000).

Video Learning

Professional vision could be developed through video content of not-so-good practice. Mitchell
et al. (2010, p. 405) assert there is value in viewing “mediocre” and even “bad practice” as it
affords insights into “real classrooms” for novice teachers. Borko et al. (2008) report that trainee
teachers develop deeper learning with exemplar video practice and pedagogical practice.
Likewise, where veterans model vulnerability through sharing their videos with trainees, trust is
promoted as is standardisation of judgement (Whitehead et al., 2007). However, this practice is
uncommon: normally trainee teachers are recorded and reviewed (Sherin, 2003). Seidel et al.
(2005) report that teachers whose professional development is organised around their own
teaching find the experience to be more stimulating. However, where video is shared for
observation, teachers experience feelings of vulnerability (Marsh and Mitchell, 2010).

Teachers appear reluctant to share their videos (Sherin et al., 2004; Grossman et al., 2001).
Research suggests that over time teachers can have meaningful discussions with their colleagues
around video from their own classrooms (Little, 2002; Marsh, 2018; Rosebery et al., 1998), but
teachers can be reluctant to comment critically about their peers’ practices (Zhang, et al. 2011;
van Es, 2012). Safe ways to relate to the teacher and the students in the video are needed, but
also with each other. Therefore, a critical aspect of building a strong professional learning
community is fostering a reciprocity of equality within professional partnerships which helps to
establish a good rapport and trust (O’Leary, 2019; Fielding et al., 2015; Biesta 2015).

3.Methodology

New participants to the research project were not possible due to Covid-19 lock-down.
Therefore, teachers who had previously participated in a video capture pilot and others who had
used the technology for observations and personal development were invited to participate.

Methods to capture individual’s accounts of experience include audio recorded interviews which
capture the complexities of real-life situations. The case studies were collected in five sites of
adult learning and transcribed: numbered from 1 to 5.

There was an expectation that up to ten new teachers would have sampled video capture for
professional learning. As before, many of the recordings would have taken place during the last
academic term once other learning projects had been completed. This would have provided a



greater spread of ideas. However, classes closed mid-way in March 2020 due to the Covid-19
pandemic which meant that no additional classes were recorded.

4. Ethical considerations

This project was subject to the BERA guidelines (BERA 2011) where for example participation was
voluntary, recordings were deleted post transcription. The confidentiality of participants is
respected through the anonymisation of information and there was no link to performance
management and appraisal.

5. Findings and Discussion

The study findings indicate that initial self-reflections using video elicit an emotional response as
teachers become distracted by superfluous detail. After multiple viewings, this is lessened as 1
said, “I just thought oh no, that looks really awful, but then | thought afterwards, that’s
apparently what | look like when people look at me. Apparently, that’s what they see so why
worry about it.”

As reported by Marsh and Mitchell (2014), video as an authentic artefact encourages teachers to
engage with reflection and take ownership of personal development: thinking longer and deeper
about practice, not performance. As 4 said, “You actually see how it went rather than how you
think it went.” Recognising that video is a true account, 4 said, “You can’t hide behind anything.
It’s the truth.”

However, watching oneself in action may not be sufficient enough to develop the critical
reflection skills needed for professional learning as reported by Berliner (1994) and Seidel et al.
(2011). Individual teachers with greater self-awareness and pedagogical knowledge may be able
to identify key elements of practice that would help them improve. As 1 said after self-reflection,
“It was the little things .. the small tweaks ... that helped to improve things,” but less self-aware
teachers may not recognise or be willing to share areas for development.

The teachers talk about the importance of others to help with reflections. As 1 said, “I think it is
a healthy way of working rather than me going away and looking at it alone and not picking up
on things,” and 3 said, “l wasn’t capable of evaluating myself to the fullest. It was all about what
was really bad.” Therefore, building strong collegial relationships through encouraging non-
hierarchical informal contact may enable teaching staff to safely view content and create genuine
dialogue on practice as well as identifying and owning development areas. 1 said, “We
collaborate well in an informal manner,” going on to say that “It’s not an unprofessional
approach, it’s a friendly approach.” Likewise, 3 said, “I’'m much better having someone to bounce
[ideas off].” However, there appears to be prerequisites to sharing: 5 said they would share the
video with someone who “understood the challenges of the area of teaching”, someone you
“trust and respect”, “is a good tutor” and “who will be honest with you.” There is concern that
honesty may not be forthcoming from peers as 5 said, “l don’t know whether they’d [my peers]

be honest enough. It's very difficult to comment on people’s teaching because it can be quite a



sensitive thing,” and 2 said, “Everybody wants to do it without offending anybody,” as noted in
van Es (2012). Marsh and Mitchell (2014) stated, more research to compare individual and
collective learning is required.

Having privacy and ownership of video content fosters trust. Whereas, video recording for
sharing may invite fear and performance anxiety. As 3 said, “l was anxious initially about sharing
it with other people. Sharing a video for observation may cause feelings of vulnerability as
reported by Marsh and Mitchell (2010).

Therefore, having collegial others that can provide an additional view of the events, through
mutual development, may provide a springboard for collegial dialogue, or they can help to find
the key ingredients of effective practice without mutation. As 1 said, “You have an idea when you
come out of the lesson on what worked well and what didn’t. You’ll look back at the video with
a preconceived idea in your mind. You see different things through collaborative reflections. If
you watch it with someone else, they can say, hang on a minute.. .”

Hierarchical presence may restrict teacher learning by providing their view of the teaching
activity. This could be a result of conflict with their own agency as reported by Heller (1999). As
3 said, “We compared not only what we saw, but our own perceptions of the video,” and 4 said,
“It is like from two different points of view.” In this way, a conflict in ideas may emerge. As 4
demonstrated, “[they] saw no problem with that ..” and “[they] thought everything seemed to
run smoothly and everything was fine, but | was thinking ... what | could do better. It was my
reflection, that was.” Sharing performance comments with teachers may restrict learning for a
teacher who is starting to question their own practice. As 4 said, “[they] pick up on things from
an outsider’s point of view, | was looking at how | could improve.”

Time for practitioners to view and reflect prior to dialogue may help to draw out musings, reduce
fear and embarrassment of sharing. As 3 said, “I like the chance to think by myself. | like the
chance to have somebody else add to that also,” and 4 said, “l should have reviewed it by myself
first. You’ve got to get past yourself before you can actually focus on the important bits.”

Once over the initial experience of seeing oneself in action, there is evidence of video increasing
the teacher’s capacity to think about their own practice and own it. As 5 explained, “It’s a bit like
when you do your driving test and you kind of know the bit where you went wrong, the bit that
made you fail.” When asked how they know, 5 responded, “You know these things from when
you’ve done a good session, things you’ve learned, when you’ve had good visits and people have
said that went well.” This knowledge is used to ascertain whether the video recording shows
good or not so good practice. This store of knowledge perhaps enables some practitioners
greater noticing skills than others. As 3 said, “Without knowing what you're looking for, I'd be
critiquing every element of my teaching.”

Some teachers appear to be able to separate themselves from the teacher in the video: be able
to reflect on what is seen like an observer. They comment on others as ‘external’ to the
experience and as ‘outsiders’. As 4 said, “You can go away and critically analyse yourself as if you



were the observer. You're actually looking at it from an observer’s point of view. You’ve still got
your internal thoughts, your own reflections but you’ve got an added layer, the external factor,”
and 3 said, “[I] tried to look at it as an outsider, like | was watching myself,” and “You could see
it from that external perspective.”

Some unexpected findings were that those operating as observers with a hierarchical role may
experience a conflict and feel compelled to present their point of view as reported by Heller
(1999), but risk reducing the teacher’s natural curiosity on their own practice. Further research
may be required to understand the dynamics involved.

Next, Zech et al.’s (2000) research that video may not fit into the teacher’s perception of
professional development as it is not usual in practice: 5 reported:

“It’s a lot more work in terms of when you’re doing it yourself — thinking about the
evidence. When you’re being observed, ... someone else thinks through and helps you to
come up with a plan and picks out things for you to improve. So, | think it’s [video
reflection] is harder to do yourself because you have to do a lot of thinking. You’re having
to pick out what are the important things.”

However, this learning may help to develop teachers to become their own observers and own
their professional learning, rather than development being something that is done to teachers.
It may be that some practitioners would not welcome such a mentally and time-consuming
activity. Again, this idea may require further research.

6. Key findings

e Watching oneself in action may not be enough to develop the critical reflection skills
needed for professional learning.

e Building strong collegial relationships through encouraging non-hierarchical informal
contact may enable teaching staff to safely view content and create genuine dialogue on
practice as well as creation of and ownership of development areas.

e Through mutual agreement, having others to provide an additional view of the events
may provide a springboard for collegial dialogue.

e Those with hierarchical power may restrict teacher learning by providing their view of
the teaching activity observed. Observers may be conflicted about their own agency.

e Time for practitioners to view and reflect prior to dialogue may help to draw out
musings, reduce fear or embarrassment of sharing.

e Allowing for privacy and ownership of video content fosters trust. Whereas, video
recording for sharing may invite fear and performance anxiety.

e Developing the 'noticing' skills and pedagogical knowledge of practitioners may be
important, so that they move quickly beyond surface-level information to focus on
important aspects of teaching.



e Video content showing learner impact appears essential and practitioner footage
appears less important but still valuable.

e Video appears to increase the teacher's capacity to think about their own practice and
own it, and view content as an observer.

e Peers may find providing honest feedback challenging.

7. Recommendations

This small-scale study involves five teachers from the Adult Learning sector in unstructured
interviews on the potential of video capture for professional learning. Due to lockdown/class
closures, new videos were not recorded. Study involves pilot teachers and two others. Due to
limited time as teachers engaged with emergency teaching, it was not possible to triangulate the
results e.g. surveys, interviews with observers. Therefore, findings should be viewed with these
limitations in mind.

1. To avoid fear and vulnerability being experienced by teachers, offer video capture as a
no-strings attached and voluntary tool. In this way, as it is not a tool used for performance
management, and trust is encouraged.

2. Multi-year programmes may be more fruitful than short-term video programmes.
Consider establishing non-hierarchical collegial networks to support the interactions. As such,
participants may require support to develop the noticing skills and pedagogical knowledge to
make sense of content, and increasing their confidence to act as an observer of their own
content. There will be variation between the needs of novice and expert, experienced and less
experienced teachers, so consider scaffolding support.

3. Consider ways in which teachers can be supported to develop noticing skills in
preparation for video capture reflection. For example, sharing veteran videos with thinking voice
to demonstrate the ‘observer’ thought processes. Sharing the veteran’s metacognition including
accounts of misjudgment could help to develop the questioning required by teachers. Then
professional learning should be focused and organised around the teacher’s own practice.

4, Make technology easily accessible and of good quality so as to capture all class activity,
including learner voice. Reduce onus on teacher to set up so as to increase uptake. Lengthy
recordings are not necessary as specificity increases focus. Consider 15 minutes of recordings.

5. Those in positions of power may risk sharing points of view that may limit a teacher’s
thinking about their practice as well as invite fear of judgment. The establishment of strong
collegial relationships may help the teacher to develop their thinking around their practice with
a view to increasing their confidence to act as an observer of their own content, with an
increasingly developed skill for ‘noticing” and pedagogical language.



6. Provide time and space for learning to take place: the process may take longer as multiple
examples are recorded, ideas revisited and shared through a strong professional learning
community.

Word count: 3,499



Appendices

1. Dissemination Strategy

This report will be shared with the employer, participants, Professional Development Lead and
the Quality Manager. Furthermore, presentation of findings will be shared with the Advanced
Practitioner Network (Society for Education & Training) and through appropriate social media
opportunities.
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